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This study was conducted to examine the effects of
self-knowledge of IQ on the academic self-concept of college
students. More specifically, the effects of confirmation or
disconfirmation of one's expectation of IQ score were inves-
tigatea. After predicting what their IQ scores would Le,
93 undergraduates from Introduction to Psychology classes at
Western Kentucky University were administered the Stanford-
linet Intelligence Scale (Form L-M). After the subjects were
told their obtained IQ scores, they were given the Academic
Choices Questionnaire (ACQ), an instrument specifically
created for this study to measure academic self-concept. The
experimental group was divided into four groups: 1) those
who overestimated their oL;tained IQs, 2) those who underesti-
mated, 3) those who were exact in their estimation, and
4) those who were given the ACQ before they found out their
IQ scores. The control group consisted of 214 W.K.U. under-
graduates on which the ACQ was normed. No significant
differences on the ACQ were found between the experimental
and control groups. Thus, self-knowledge of IQ had no
immediate or discernible effect on the academic self-concept
of college students.
Introduction
The effect knowledge of a person's IQ score has on that
individual and his significant others (i.e., narents, teachers,
etc.) has raised concerns in the fields of psychology and
education. These concerns center on the possible negative
or detrimental effects. .his study will examine the tossible
effects self-knowledge of IQ have on people.
The psychology profession deems this issue as being
critical. It contends that only highly trained individuals
should be able to administer intelligence tests and that the
results should be kept confidential. Psychologists feel that
the results should only be given to the "appropriate persons."
in an educational setting, the issue arises as to who are the
appropriate persons. Is it only the person who requested the
child tested or is it all the people responsible for working
with that child? should the parents and the child be told
the results of the tests? What effect will knowledge of a
person's IQ have on these people, especially the child hin-
self? ecause of the confusion over what IQ scores may ree-
resent, nany feel that lay people may not understand or
correctly interpret them.
The concern over this issue is compounded by reports
that some people feel that IQ represents an inborn, hereditary
characteristic by which a person's intellectual ability is
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predetermined (Anastasi, 1968; Brim, 1965). If this is the
case, it becomes more oovious why the professions of educa-
tion and psychology are opposed to persons acquiring know-
ledge of their own IQs. This fear is greatest concerning
those who find out that their iQs are below 100, which is
often considered as being low.
Psychologists and educators fear that knowledge of IQ
scores will cause the students to have low self-esteem, low
motivation, and low self-concept of themselves as learners
(academic self-concept). Psychologists are also concerned
about the possibility of a self-fulfilling prophecy. if
people believe that IQ is inborn and they discover that they
have low iQs, then they may feel that they cannot accomplish
much in life. They may, therefore, lose their motivation to
achieve. On the other hand, if students found out that their
is were high, that knowledge may cause feelings of false
security. ?look and Saggar (1968) thought that the Yerkes-
Dodson principle might apply in these situations. '2hat is,
students who knew their test scores were low would be seriously
hindered by overanxiety in their later school work. Students
who knew their scores were hi4;11 would become immersed in
feeling good about themselves and would fall below the median
level of anxiety needed to incite them to perform at their
best level. Goode (1972, p. 1762) sums up the concerns over
students knowing their own Is in the followini; manner;
Regarding the provision of feedback of scores
to children, it has been claimed that they
would be unable to comprehend the technical
complexities and interpretations of test
scores. Moreover, it has been suggested that
giving them intelligence test results may
decrease their motivation to learn and have
a detrimental effect on achievement.
In sum, psychologists and educators are uncertain and
quite concerned about the possible negative effects the
knowledge of a student's IQ score has on that student and
his parents, teachers, and significant others. This concern
focuses on the negative effects self-knowledge of IQ may
have on a student's self-esteem, motivation, and academic
self-concept.
Although much research has been done on the effect
knowledge of a student's IQ score has on that student's
significant others (e.g., Rosenthal, 1968), very little
research has addressed the issue of the effects of self-
knowledge of I. Some research has examined the effect of
self-knowledge of test scores, other than I scores, and
how those scores affect students' perceptions of themselves
and their abilities as they relate to education. A part of
these perceptions has been labeled academic self-concept.
For the purposes of this study. ;'isher's (1973. p. 17)
definition of academic self-concept will he used'
Academic self is defined as that specific self-
image one has of himself which reflects his
perceived competence as a student. The academic
self-concept is assumed to be relatively stable
and is determined by feedback from significant
others. Confidence in one's academic self-
concept is defined to be the degree of certainty
in the academic self-image. Confidence may be
related to emotional or personality variables
that are situationally oriented.
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The key phrases in this definition are "determined
by feedback from significant others" and "confidence may
be related to emotional and personality variables that are
situationally oriented." If teachers and school administrators
(including school psychologists and counselors) can be thought
of as significant others, then their oresentation of IQ
scores to students could be considered "feedback from sig-
nificant others." Thus, this feedback could have an effect
on academic self-concept, and it might interact with the
emotional and personality variables to cause changes in both
academic confidence and self-concept.
Some researchers have used tests, other than IQ, to
eamine the effects of hnowlcdge of test scores on academic
self-concept. Fretz and Engle (1973) found that students,
after receiving results of tests given as a part of a college
psychology course, had significant changes on a measure of
global self-concept, but not on a measure of academic self-
concept. After giving false results from a fictitious per-
ce)tual discrimination test which supposedly related to the
likelihood of college graduation, there were increases in
self-acceptance for both those who were reported to be success-
:ul and not successful on the test (Solway "; Fehr, 1969).
The authors felt that the failure group increased their
self-acceptance either as compensation for their failure or
as defense for it.
There is some discrepancy in the literature as to whether
feedback of this nature has, if any, a delayed effect. Lewin
(196b) reported that after a failure situation, subjects
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required more time to adjust their goals downward than they
reouired to adjust their goals after a success experience.
It apoears to take time for people to adjust their levels
of asniration to line up with their levels of achievement.
In working with college students, Flook and Saggar (1966)
found that knowledge of test scores had a delayed effect on
work habits. In this study, students seemed to take tie
to comprehend and act upon the results of the tests.
The possibility also exists of rationalization, forgetting,
and possibly repression taking place with neonle who get feed-
back of test results. Froelich and Moser (1954) reported
that students did not remember their scores on aptitude tests
fifteen months later. Two weeks after receiving falsely
reported scores on an aptitude test, Cutchins (1974) found
no significant differences between two of the experiental
greu?s and the control group on self-concept of ability.
'1'he author offered the following hypotheses: 1) students
who were high on both performance and self-concept of
ability tended to rationalize and not be affected by falsely
reported low scores, and 2) students with average performance
and self-concept were not affected by false high or low scores.
Taking an IQ test and receiving knowledge of IQ scores
resembles situations under which students have experiences
of success or failure. For exanple, suppose that a student
was expecting to receive a certain IQ score, such as 100.
If he was reported to have an IQ of 125, that person right
react in the same way as he would if he had succeeded at
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some task or test. It would be analogous to a situation
in which a student who thought that he had gotten a "C"
on a test found out that he had actually received an "A."
On the other hand, if a student expected to receive an IQ
score of 100 and in reality received a score of 75, he might
react with failure in the same manner as if he had thought
he had gotten a "C" on a test and actually received an "F."
ip better understand what effect self-knowledge of IQ scores
has on people, the issue of what effect positive and negative
feedback, or success and failure, have on people and their
self-concept needs to be explored.
'Itere are two issues concerning success and failure
that need exploration. The first concerns how people react
after they find out that they have been successful or not
successful on a task. Does it affect a person's self-concept?
The second issue concerns how people integrate this infor-
mation into their personalities. What effect does success
and failure have on self-concept, and more generally,
personality? How does this feedback become integrated
into one's personality?
It is a common assumption that a person's success at
a task or test will enhance and increase the person's self-
concept. Diller (1954) found that after reported success
on a test, a significant increase occurred in self-ratings
of various personality traits and a tendency towards a rise
in self-estimates of intelligence. i1lis (1975) reported
that a student's history of academic performance was not a
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factor in the expectation of success on a task. Tillis
identified high school students with a history of academic
failure and had then learn nonsense words. Lefore they
started the task they predicted how successful they would
be on it. That is, before the task started the subjects
expressed their expectation of success. ,ven students who
had a history of academic failure, and then had a success
experience, felt they could have other success experiences.
To put it in another way, success experiences seezled to
increase or maintain people's self-confidence to a point where
they felt they could be successful again. -_!In the study by
Cutchins (1974), students with low self-concept and low -aer-
formance, raised their self-concept after receiving falsely
reported nigh scores.
These findings conflict with studies by Oziel and
".terwick (1974) and :-atraaker (1977), which reoorted that those
with low self-concept of ability did not change after success
experiences. .:11en feedback and reinforcement were positiv,
people with low sell-concept showed no changes on a measure
of sel:-concept. When the feedback was negative, people
with high self-concept at first doubted themselves and then
decided that the person giving the feedback was mistaken.
The authors hypotnesized that people lower in self-concept
are likely to accept the negative feedback and dowAgrade
themselves. It appeared that people high in self-concept
were :.iore likely to accept positive feedback and reject
negative feedback, while people with low self-concept seemed
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to reject positive feedback and accept negative feedback
(Oziel & Berwic, l974). :.atmaker (1977), in reporting
similar findings, found that subjects with higher reading
ability integrated positive feedback from their teachers
and showed increases in self-esteem after doing so. Subjects
with low reading ability rejected positive feedback from
their teachers in order to remain consistent with their low
concept of their ability. So, there is some evidence to
suggest that success and positive feedback may have a positive
effect on those already high in self-concept, but may not
have a positive effect with people with low self-concept
because they cannot or will not accept it. Az Chapman and
Volmann (19391 p. 236) otateu, ". he extensive knowledge the
subjects had of their past performance made their frale of
reference quite determinate (structured) and prevented new
information from being utilized as anchor points."
The differences in the findings of Tillis and Cutchins,
from those of lAtmaker and Uziel and Berwick, may be accounted
for by differences in methodology. Tillis had students
perform a specific task and t:-,en give their exaectations of
success on the next task. The changes in the level of
exnectations were measured. Cutchins' was the only study
which actually involved students taking an achievement test
and getting feedback. Unlike the Cu -Lchins stud, the studies
by :iataaker, and Oziel and Berwick used tasks thie.; may have
had little or no meaninc to the students. They also used
more indirect measures of self-concept than did Tillie (e.g..
California Personality Inventor:;).
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Just as it is assumed that after success ex.3eriences
self-concept will increase, it is also assu.led that after
failure at a tack or test people's self-concepts will
decrease. Gibby and Gibby (1967) introduced failure
experiences to academically superior children. After these
failure experiences, the children decreased in self-esteem,
believed that people around them also decreased in their
positive feelings about them, and these children decreased
in their academic productivity. Diller (1954), on the other
hand, reported that after failure experiences there were no
significant changes in self-ratings of intelligence or of
various oefsona2ity traits. The conflicting findings in ;nese
two studies may be eplained by the fact that Abby and Gibby
used seventh graders while Diller used college students.
'failure exneriences may have more impact on younger
children because their self-concept is less structured. In
addition, in the Gibby and Gibby study, the child's teacher
gave the neL:ative feedback. A child's teacher would Probably
have more impact on a student than an outsider, such as a
Psychologist or researcher.
What are the processes involved when someone has a
failure e;:perience or receives negative feedback? What would
happen if someone expected to get an IQ of 100 and obtained
an IQ of 75? in other words, what har,pene when there are
discrepancies between self-concept and actual performance?
Zajonc and brick:lan (1)69, p. 148) suggested that udiscon-
firnation of an expectation is itself a source of pcycholor-ical
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tension that subjects will strive to reduce or avoid."
TtLis would hold true if the results of an IQ test were
higher or lower than a person's expectation. Lecky
(1945, p. 215) suggests in the following what effect a
stimulus of this nature might have on a person and his
personality
The significance of a stimulus to the organism
depends pri'marily on the dynamic state of the
organism at the time the stimulus is received.
If the dynamic state existing at the moment is
not easily dislodged, stimuli which would evoke
conflicting motives will tend to be disregarded.
If the motive present is not strongly organized
or if the stimulus is one which cannot be dis-
regarded or revalued, the organism will be
motivated in a new direction and if the former
motive persists, a condition of temporary
conflict ensues.
If a person is presented feedback that is consistent with
his past experiences or his self-concept, that feedback
will usually be incorporated into his self-concept. If
the feedback is contrary to his past experience or self-
concept, the feedback could be rejected. However, if the
structure that makes up his self-concept is unestablished
or unstable in the area which the feedback concerns, the
person will have to deal in some manner with the stimulus.
Also, if the feedback is inconsistent and strong enough,
the person will have to reorganize the structure involved
to integrate the feedback. Niller, Galanter, and Pribram
(1970) have proposed a similar theory of how a person may
deal with inconsistent feedback. When information of feed-
back presents itself to a person, it is tested for consistency
with some existinG structure or standard. the feedback
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proves to be inconsistent with that structure, operations
are performed on the feedback until the inconsistency no
longer exists.
Several researchers have suggested types of onerations
that a person ,:lay perform on feedback that appears discrepant
and inconsistent. Jacobs and Maas (1969) felt that two nro-
cesses could take place when discrepancies occurred:
1) it could lead the person to change in the direction of
congruity and increased awareness, or 2) it could result in
defensiveness and end in the rejection of the information.
They also reported that people with high self-concepts of
their abilities, in the face of negative feedback, may main-
tain their high self-concept by discounting evidence that
makes those abilities seem lesser. Bern (1970, n. 2o-29)
has suggested three methods of reducing discrepancies or
inconsistencies: 1) denial, 2) strengthening one of the
attitudes by finding supporting evidence for it, and, as
,en puts it, "swamp the inconsistency," and 3) separate the
inconsistency into separate parts, where one of the parts
could be accepted without necessarily accepting the ot.ler.
harvey, 1:elly, and Shapiro (1957) suggested two other strategies
for dealing with inconsistent data: 1) devalue the source,
and 2) distort the recall of the feedback. in intelligence
testin;,a person coulu devalue the source by holding to the
somewhat common belief that IQ tests have no validity. If
a person discredits the feedback, changes in his personality
and self-concept will be minimized (Jacobs & baas, 1969).
13
This might be the case if a person were to find that he had a
lower IQ score than expected. This is a possible explana-
tion for what happened in a study by Goode (1972). In the
only reported study involving the effects of students knowing
their own -IQ scores, Goode told sixth grade students their IQ
scores after the students had estimated what their Is might be.
He reported that self-estimates of ability did not change
six weeks after the feedback of scores for either those who
were accurate in the estimations or for those who over and
under estimated their IQs.
r2he manner in which students react to the knowledge
of their IQ scores may depend on the IQ scores the students
are told they have and how they incorporate that knowledge
into their personalities. If students feel their IQ scores
are low when compared to other students or lower than they
expected, they may be less willing to participate in class,
may put less effort into school, may feel less sure about
themselves in an academic setting, and may lower their
acauemic an occupational aspirations. If students feel
•1 -e IQ score they receive is high when compared to other
students or higher than they expected, they may react in an
opposite direction by increasing in academis' and occupa-
tional aspirations.
In the present study, the effects of confirmation or
disconfirmation of one's expectation of IQ score were
examined. three different groups were studied, those who
overestimated their actual IQ score, those who underesti-
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mated their actual IQ score, and those who correctly
predicted their IQ score. fhe prediction is made that the
academic self-concept of the overestimators will decrease,
while the academic self-concept of the underestimators will
increase, and those who correctly predicted their IQ will
not change.
Ilethod
Subiects. The experimental group consisted of 93
volunteers chosen from several Introduction to Psychology
courses at . iestern entucky University (W.1:.U.). This
psychology class is a popular one for the fulfillment of
the general education reouirements. The subjects used were
told that they were Going to be administered an individual
intelligence test. They were given the Stanford-Tinet (Form
1J-!:,) and the Academic Choices Questionnaire (ACQ). The
experimental group consisted of 61.1: freshmen, 23.3:
sophomores, 14.5/. juniors, and 1.1, seniors. There were 41.'
males anu (,), females, with the mean age being 19.17 years.
- ristruments. The Academic Choices Questionnaire (See
Annendix A) was developed to measure the academic self-concept
of college students. It was in the form or: a 24 forced-choice
item questionnaire. A situatio.1 was describe': and the student
was asIzed to circle one oZ the two possible answers that woulc
describe what he would do or would have done in the r;iven
siLuation.
The ACQ was initially given to 27 W.K.U. undergraduates
enrolled in an Introduction to Psychology class. These 27
questionnaires were examined as far as the distribution of
the subjects' responses and some changes in the instrument
were :aade. Items in which most of the 27 subjects answered
15
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similarly were altered to increase the variance that the
item may add to the total scale. Six items were slightly
rewordeu. After these changes were made, the final form
was printed. The final form of the ACQ was administered to
214 undergraduate: from W.K.U. to establish a norm group.
They were enrolled in either a 2rechman 2.nglish course or
an undergraduate istory course that are both part of the
general education requirements. Altogether there were five
English classes and eight History classes sampled. he norm
group consisted of 63.7;; freshmen, 20.6 sophoLores, 7.9:
juniors, and 2.b,. seniors. There were 46.7': males and 53.3:
females, with the mean age being 19.73 years. This group
acted as the control group. The composition of this groun
was similar to the experimental group in terms of sex, age,
and year in college.
After the norm group was established, a statistical
analysis was performed on the ACQ. Five items (item numbers
2, 5, 10, 17, and 24; see Appendix A) out of the original 24
were found to have low inter-item correlation: (ranging from
.J.3.) to -.0121) and were eliminated from the scale. Although
all twenty-four items wore given to all of the experimental
and control subjects, only nineteen were used for further
analysis. The alpha reliability was found to be .6927,
while the Guttman reliability procedure produced lambdas of
.6562 to .7240. These reported reliabilities are within the
level that is commonly accepted for the establishment of a
reliable instrument. The control croup can of the nineteen
item scale was 11.939, with a standard deviation of 3.406.
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A Pearson product-moment correlation was done with the
entire sample, correlating the total score on the ACQ with
grade point average (GPA) and IQ. For this specific analysis,
the total group was divided into two groups, those who reported
their high school GPA's and those who reported their GPA's from
college. The division into two groups was done because the
high school GPA's were highly inflated compared to the GPA's
from college. The total score on the ACQ correlated r= -.00179
£15-.05, with GPA's for the college group, and r= .0256,
with GPA's from high school. The ACQ correlated r= .0256,
p 4.05, with IQ for the college group and r= .0513,
with 14 for the high school group. These correlations seem to
indicate that the ACQ does not measure the same constructs as
IQ, as measured by the Stanford-Hnet (Form L-M), or GPA.
The Stanford-Binet Intelligence Scale (Form L-M) was
used to give a measure of intelligence (Terman and Merrill,
1973). TheStanford-Einet (Form L-) yields a deviation IQ.
A given IQ represents the same level of ability at each
different age level. Each subject's score i compared to
scores of subjects his own age. This IQ score is a standard
score with a mean of 100 and a standard deviation of 16.
Procedure. The thirteen people who administered the
Stanford-Binet were trained exaAiners. They were instructed
on the importance or adhering to the standardized procedure
and were closely supervised. The examiners were briefed
several times on the details of the research project and were
given specific directions about the standardized intelligence
score feedback procedure.
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The exaainers contacted by phone those students who
signed a list (in their psychology class)to volunteer to take
an intelligence test. The subjects were told there would
be two sessions, one to administer the test and one to give
feedback of the results. They were told that each session
would taize approximately an hour to an hour and a half.
When the subjects cane in for the first time they were
presented with an informed consent form (See Appendix B).
The top part of the form reported that the examiner was a
psychologist-in-training and that the results of the test
were confidential. The bottom half of the form contained a
distribution of IQ scores for the general population and a
number of ranges of IQ scores. The examiner explained the
distribution of IQ scores and that the mean for the general
population was 100. Any questions the subjects had were
answered at that time. From the list of IQ scores in four
point intervals (e.g., 90-94), the subjects were asked to
predict the IQ score that they would obtain on the intelligence
test. After the subjects predicted their IQ scores, the
Stanford-:inet was administered. iollowing this, tl.e examiner
made an appointment three to four days later for the feed-
bacl: session.
When the subjects cane back for the feedback, the
examiners had a structured routine to follow. he examiner
)resented the feedback form (See Appendix C) with the subjects
ranges of obtained IQ scores written in. e examiner was
asked to explain only what was on the form, the range of
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scores, classification, relation to the general population,
and intellectual strengths and wea:messes based on the test.
The examiner did answer any questions the subjects might
have had concerning their scores. The subjects were then
presented with a reaction sheet (doe Appendix B), on which
they were ached to respond as to where their obtained scores
fell in relation to their expected scores. This reaction
was based on a five point scale ranging from much lower tLan
exnected to much higher than expected.
At this point the examiner told the subjects that a
fellow graduate student was conducting some research and
would like their participation. The subjects were led across
a i:allway to another mon. They were asked to fill out the
ACQ, and the Edwards Personal Preference schedule, which was
used in another study.
Based on the subject's prediction of IQ scores and
actual obtained IQ score, the experimental rrou2 was divided
into four groups' 1) those who received scores higher than
they nredicted (underestimators, n=40), 2) those who obtained
exactly what they expected (exacts, n=16), 3) those who
received scores lower than they expected ,overestinators,
n=18), and 4) those to whom the presentation of feedback and
adninistradon oi* the LC( was reversed (reversed, n=19).
ehic ourth group was given the ACQ and -..dwards just after
the administration of the Stanford-Binet and before the feed-
back of results. This was done to see if just taking an IQ
test haa an effect on acadenic sc12-concept.
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Desirn. The four experimental group means were
compared to the control group mean to determine if any
further analysis was necessary. If any of the experimental
group means were more than one standard deviation (standard
deviation for the control group = 3.406) away from the
control group mean, further analysis to determine the signif-
icance of the difference would have been carried out. The
level of significance for this analysis was set at the
2:5.05 level.
Dunnet's (1955) multiple comparison procedure was used
to determine whether any of the means for a particular item
on the AC Q of the four experimental groups were different
from the mean on that item of the control 5roup. This
method was chosen to reduce the problem of pyramiding often
associated with multiple comparisons. The 12 dc .05 level of
significance was also set for this procedure.
Results
The hypothesis was :lade that knowledge of IQ would
have the following effects on academic se13:-concent:
1) would increase self-concept of underectimators, 2) decrease
self-concept of overestimators, and 3) have no effects on
exacts. Therefore, differences should exist between the
Group means of the over and underestimators and the group
mean of the control group on the measure of academic self-
concept. cable 1 shows that a comparison of the four
exnerinental group means on the ACQ to the con,rol 3-roup
revealed no important differences. All of the experimental
Table 1
Co:Tnaricon of Grou -.,-) r.eanc on ACQ
Standard
Group Mepn .,eviation
Control 214 11.939 _;•,,,,,
Underestimators 40 3.- 950 2.917
Exacts 16 12.933 3.415
Cverestimators 16 12.176 2.984
Reversed 19 12.572 2.411
groups meanc were within less tnan one-third of a standard
deviation of the control Group mean. This data sunports
the hypothesis that knowledge of IQ has no imnortant effect
21
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on the exact group. liowever, the data does not support
the hypothesis that knowledge of IQ would increase or
decrease academic self-conceot. This is consistent with
the findings of Goode (1972).
Because of the hypothesized changes in academic self-
concept after knowledge of IQ scores, it was thought that
(;:le experimental groups would respond differently from the
control group on a number of items on the ACQ. The results
of Dunnett's multiple conparicon procedure revealed that the
overestimators responded significant1:- different (114.05)
from the control group on one item out of the 19, the
reversed grouo responded sidnificantly different (24.05)
on two items, and the underestimators responded significantly
different (2.IL.05) on three items (See Appendix E). :he
number of significantly different responses is sr:all enough
to claim that none of the four experimental grouT)s responded
differently on the ACQ than the control group.
A further examination was conducted comparing the mean
IQc of the ex)eri:lental groups. When the average obtained
:Qs for the four experimental groups were examined, the
mean IQ of the overestimators (X=102.71) was numerically
lower than that of the underestimators "4=-112.23), the
exacts (X=113.25), and the reversed group (X=111.37).
Another secondary investigation was conducted examining
the accuracy of the under and ovcrostimators in predic.ing
their obtained IQ scores. The distribution of the subjects
in the wo groups was exanined according to the number of
23
IQ points they uissed when nredicting their actual IQs.
Of those who underestimated, 36.8;; missed predicting
their actual score by one to six points, 31.6, missed by
seven to fourteen points, and 31.6 predicted that they would
get fifteen or ;lore points lowar than they actually did (See
Appendix 2). Of those who overestimated, 56.6 predicted
one to six points higher than their actual IQ, 23.5
predicted seven to fourteen points higher, and 17.7;.
predicted the:: would Get fifteen or more points higher than
they actually did. A. large proportion of these two groups
(43.6) missed precicting their actual IQ score by one to
six points.
An investigation was done comparing the means of the
experimental Groups on the ACQ to the mean of the twelve
underestimators who missed predicting their IQ score by
15 points or more. This investigation was unciertaken to deter-
minethe effects knowledge of IQ scores had on people who found
out that their scores were very dilferent from what they
expected. The mean of this Group (12.75) did not differ
importantly from the other experimental groups.
Discussion
The present study was conducted to determine whether
self-knowledge of IQ had an effect on academic self-concept.
based on the results of this study, knowledge of IQ appears
to have no discernible of immediate effect on the academic
self-concept of college students. Knowledge of IQ had no
effects even upon the group psychologists and educators feared
it might have the most negative effects on--those who found
out their IQs were lower than they had expected. This group
had a much lower obtained mean IQ than the otner groups.
Therefore, they could have had a lower academic self-concept
than the other groups to begin with. As is reported in the
literature, these subjects with lower self-concepts seem to
be more able to accept and possibly integrate this negative
feedback (i.e., low IQ scores). Because they accepted the
negative feedback, it would have caused no change in their
academic self-concept. Knowledge of ig did not have a
positive effect on those whose IQs were higher than they
expected. There may have been a tendency for some of the
underestimators to under-predict what they thought their
actual Is would be so as not to be disappointed or that
to be modest of one's abilities is the socially desirable
thing to do. Thus, they appeared to receive hirher scores
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than they predicted, but in reality they expected to get
the score they obtained. This score would have reinforced
their existing self-concept and caused no change in it.
Another explanation for the lack of change in the over
and underestimators is that only 27.1;:, of them received
IQ scores more than fifteen points different from what
they predicted. A score this discrepant would not be
expected to be integrated easily into one's self-concept
and may be expected to cause some change in it. Cf the
over and underesti:lators, 43.6% received scores within one
to six points of what they expected. It would not be
expected that these subjects would change much in their
academic self-concept. This type of feedback could be
integrated fairly easily into one's self-concept.
Several otnel explanations exist for why self-knowledge
of IQ had no immediate effect on academic self-concept.
It may take some time, as Lewin (1968) suggested, for
information of this possible sic7nificance to be integrated
into one's personality. The operations, suggested by Miller,
et al. (1960), and still others, that people use on incon-
sistent data may take time to perform. If this is the case,
then what may happen is either immediate integration or
rejection of this feedback, neither of which would cause
ixtiediate chan6es in self-concept. These im:-.ediate
processes may take place until the person has time to
operate more comprehensively on the inconsistent data.
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By the time students reach college, their academic
self-concepts are very structured. The -.lore organized a
structure like self-concept is, the harder it becomes to
fit new and inconsistent data into it. If a person had
an existing high self-concept and obtained a higher than
expected IQ score, that score would serve to reinforce that
high self-concett and cause no change in it. If a person
had an existing low self-concept and obtained a lower than
expected IQ score, that score would also serve to reinforce
the low self-concept and no change would occur.
A college student has also acquired techniques and
operations that could be used on inconsistent feedback.
According to Piaget (1952), after about twelve years of age,
a person reaches the formal operation level of thinking.
At this level a person is able to isolate parts of a problem
and consider many logical possibilities in order to solve a
problem situation. This would permit the person to separate
the inconsistent feedback into different parts, in order to
integrate the inconsistency, as Bem (1972) suggested. zhis
person is also able to think reflectively. All of these
attributes may allow a person to handle inconsistent data
about himself better than the child under eleven years of
age who does not possess formal thought.
The college student has also probably developed an
extensive chain of logic to handle consistent and incon-
sistent data. There exist many methods of rationalization
that a student could use to immediately reject inconsis-
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tencies caused by the knowledge if IQ scores. The following
is a sample' 1) iQ tests are not valid, they have no
meaning, 2) 'r ' tests are culturally biased, 3) IQ tests only
tap a very limited kind of intelligence, 4) place the blame
on situational factors--sickness, lack of interest, lack of
effort, etc., and 5) devaluation of the examiner as only a
"psychologist-in-training." These sorts of rationalizations
may be used until other processes and operations can be used
to integrate the feedback. If any changes do occur in aca-
demic self-concept as a result of knowledge of IQ scores, it
would appear that it would be sometime long after the feed-
back of score.
If the academic self-concept of college students is not
affected by knowledge of 14 scores because it is highly
structured, it would seem that younger students would be
more vulnerable to having knowledge of IQ scores have an
effect on self-concert. This knowledge may have the stron-
gest possible effect with children ages six to ten. At this
age the academic self-concept is still unstable and in the
formative stage. A child of this age does not have the
benefit of formal operational thought to help deal witn the
inconsistent data. The student may not as yet have estab-
lished the extensive chain of logic and rationalizations of
the college student. Giving IQ scores to sixth graders
(ages eleven and twelve) did not change those students'
self-concepts of ability (Goode. 1972). Maybe the academic
self-concept and the chain of logical thinking and retio-
2o
nalizations are established by age eleven. The possibility
still exists that knowledge of Li scores could have an
effect with younger children or at some longer neriod of
time after the feedback. These two issues need to be
explored further.
These findings should be viewed as tentative, as this
study has so.ne limitations. The obvious limitation is
the use of only volunteer college students from Introduction
to Psychology classes. Because of the apparent concreteness
of college students' academic self-concept, this study may
have yielded different results if a younger population was
useu. There may have also been problems in the instrument
and its use. It is undeter:ained whether or not the ACQ
measures academic self-concept. The ACQ appears to have
face validity, but its construct validity is unknown at this
The sensitivity of the ACt4 in measuring changes in
academic self-concept also needs to be explored. Another
improve:lent in the study would have been to give each
subject in the experimental group a pre and post measure of
acadeldc self-concept, instead of using the control group
mean as a pre- measure. Using a nre and post measure for
each subject would directly measure changes in self-concept.
Using the control group mean as a pre- measure makes the
rather large asswaption that the control group mean is the
same as the mean for the experimental groups before they
take the IQ test. This assumption may be false. because of
the large number of examineis (13), it is hard to determine
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if each examiner carried out the procedure in the same
manner. 6o, there may be differing examiner effects. The
examiners may have varied their presentation of the IQ
scores to the subjects. These different presentations may
have had differing effects on the reactions of the subjects
to their IQ scores. The presentation of the examiners as
psychologists-in-training may have lessened the credibility
of the examiners. The examiners' dress ranged from blue
jeans and tennis shoes to suits and ties. The range of
dress may have also affected the credibility of the exam-
iners. The subjects' views of IQ and IQ tests may have been
biased by psychology teachers who presented IQ tests as
not having any value cr validity.
Lespite these limitations, this study has some impor-
tant implications. If the construct IQ had the powerful
impact on people that some fear it did, then it would seem
that knowledge of IQ would have had more of an immediate
effect on academic self-concept than it did in this study.
It seems that self-knowladEe of IQ does not have the devas-
tating effect that some professionals fear. It is implied
by this study tiat IQ may not be as magical and awesome to
lay people as educators and psychologists think it is. The
arument that IQ scores should be kept confidential and not
be kept in the cumulative school records because self-knowl-
edge of I. would have harmful effects seems to be contrary
to the findings in the research. It seems to make no imme-
diate difference whether a person does or does not knowhisIQ.
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Professionals may not need to be nearly as concerned about
the effects of self-knowledge of IQ scores.
The issue of possible effects of self-knowledge of IQ
in younger children and the possibility of delayed effects
needs exploration. It is suggested that a similar study
be conducted with children ages six through ten to determine
whether knowledge of IQ has an effect with younger subjects.
The possibility of delayed effects could be explored by
administering tne ACQ six months to a year after subjects
obtain IQ scores. If this study were to be conducted again
with college students from Psychology classes, it is sug-
gested that the teachers be asked not to discuss intelligence
testing until the collection of data for the study is com-
pleted. If this study is repeated, one or two examiners
should be used to keep the procedure as standardized as pos-
sible. The ACQ needs the following explorations 1) deter-
mine its construct validity by correlating; it with other
establiced instruents that measure academic self-concept--
such as the one developed by Brcokover, Shailor, and
Patterson (19); 2) develop test-retest reliability to see
if the ACQ could be given as a pre- and post measure; and
3) an alternative form could be developed for the purnose
of pre- and posttesting on each subject.
Appendix A
Academic Choices Questionnaire
Directionst Lased upon the way you feel about your academic
ability right now, indicate which choice you would make by
circling either the letter A or B.
1. You are required to take a difficult course for your
major. Would you take it-
A. lais semester B. Next semester
2. You have a test tomorrow, which you feel you are not pre-
pared for. A good friend of yours comes over and wants
you to go to a movie you really want to see. Would you-
A. Go to the movie B. Keep studying
3. Do you plan to go to graduat school?
A. Yes B.
L. Your teacher has given you a choice as to what grade you
would like to work towards in his class. :he higher the
grade you want the more work and requirements you would
have to do. Would you work towards an-
A. "A" B. "B"
5. You are looking for a job. Ihere are representatives
fro- two companies holding interviews for positions open
in their companies. hecause they are coming on campus at
the same time you can only have one interview. Rep. A is
from a very well known company, whose hiring standards
are very high, but the job pays very well. Rep. B is
from a lesser known company which doesn't pay quite as
well, but their hiring standards are low. Which inter-
view would you choose?
A. Rep. A B. Rep. B
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6. You have a choice of taking Class A- which is mainly lec-
ture and a small amount of class discussion and Class B-
which you are graded on class participation and a class
presentation. Which would you choose?
A. Class A B. Class B
7. You have a comment to make during a class discussion. You
are unsure of the reaction of the teacher and of the class.
Would you-
A. Xeep quiet B. :Ake the comment
b. You are invited to go to a small group discussion in
which a very notable person in your field of study will
participate. Would you attend?
A. Yes B. io
9. You are a senior who is eager to pursue a PhD in your
major. You have been accepted by both University X and
University Y. Univ. X has a world-wide reputation for
excellence in your fnajor. While a degree from Univ. X
would signify outstanding achievement in this field, the
standards are so rigorous that only a fraction of the
degree candidates actually receive the degree. Univ. Y
on the other hand, has much less of a reputation in your
major, but almost everyone admitted is awarded the degree,
though the degree has much less prestige than the corre-
sponding degree from Univ. A. Which Univ. would you
attend?
A. University X B. University Y
10. You want to take a class, but it has a prequisite that
you have not had. The professor of the class told you
that you could enroll, but you would have to work harder
than ,nost of the rest of the students. You would-
A. 1;ot enroll B. Enroll
11. You have a choice of two teachers for a class. Teacher
A is very hard but you would learn much. 2eacher B is
very easy, but you might not learn as much. Which
teacher would you take?
A. leacher A B. reacher B
12. What do you expect your G.P.A. to be this semester?
A. 3.0 B. 2.0
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13. You need some advice on what class to take. Would you
talk to a professor about how much could be expected to
be learned in the class?
A. Yes B. No
14. jiow likely are you to talk to your friends to find out
what are the easy classes and teachers?
A. -ot very likely B. Very likely
15. Would you like to subscribe to a journal or magazine
concerning your major field of study?
A. Yes B. No
16. You are invited to attend an informal dinner party where
a number of your professors will also be attending.
Would you attend?
A. Yes




16. You have been at a task for a long period of time. When
you started you thought you could finish the task, but
now you are not sure. What would you do?
A. Co on to other task B. -ieep at the task
19. How realistic do you feel the academic goals you have
set for yourself are?
A. Somewhat unrealistic B. Very realistic
20. You have one elective left to take. Your choice is-
Class A which is very interesting and very difficult,
or Class B which is an easy, uninteresting class. Which
would you choose?
A. Class A B. Class
21. .iow successful do you think you will be in your chosen
career?
A. About average B. Very successful
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22. A professor in one of your classes asks you if you would
like to substitute for him for a day in an introductory
class you have already taken. Would you do it?
A. Yes B. :4)
23. Do you ever wonder If a 2-year program would be more
appropriate for you than a 4-year degree program?
A. Yes Li 6
24. dould you be likely to offer advice to people who do not
ask you for it, but you who feel could benefit from it?
A. Yes 3.
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Please fill in the following information.
 Year in College 
Age  Sex Major 
Current GPA (If you are a Freshman, your high school GPA)
Hometown 
Income of your parents
Under .5,000
$5,000 - 10,000





fie will be contacting some students in the Spring semester
to fill out another questionnaire. Please write your phone
number and address.
Address at {KU Phone
Appendix B
1NF0RML CONSNT 
You are about to take an intelligence test which is widely
used by psychologists. ihe purpcse of this testing session
is practice for the psychologist-in-training in adminis-
tering this test. We will be happy to share the results
with you. he results of this test will be seen by the
instructor in the course and by other psychologists-in-
training. he name of the psychologist-in-training who will
administer the test and provide feedback is 
Signature
social Security Number
52 68 84 100 :lc 132 148
lhe above "normal" curve is a representation of how the
scores :rom this intelligence test would be distributed if
everyone in the general populatio;1 were to take it. .he
average score iu 100 witn the majority of people (approxi-




With this in mind, which of the ranges of IQs listed below












Bowling Green, Kentucky 42101
Name Date of Test
iaaminer 
The Stanford- Linet Intelligence Scale was given as an
assessment of current level of intellectual functioning.
The estimate of intellectual functioning which was obtained
would classify her/him as  when compared to the stan-
dardization population, which was representative of the U. S.
population.
Based upon the score of  which was obtained on
this particular administration of the I:inet it would be
expected that a true score would fall within the range of
from  to  6b-A of the time on repeated administra-
tions of the test and from  to  95 of the times.
A score in this range would exceed /L of the general
population.
An examination of performance on the various items
which make up the tests would suggest that 
 is a strength and
  is possibly
an area of weakness.
3b
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The testing environment would be classed as 
and those results should be considered as 




Where does the estimate of your IQ you have just been given
fall in relation to the score you expected to receive?
based upon your feelings, place an "X" at the appropriate
point on the line below.
"This estimate was  than I expected."
oucn Slightly Exactly Slightly uch
Lower Lower r;hat I Expected Higher Higher
Appendix E








1 .407 .353 .250 .400 .421
3 .521 .471 .438 .700 .632
4 .265 .353 .062 .250 .211
/0 .500 .294 .313 .500 .526
7 .509 2..23l .437 .525 .474
8 .079 .059 .062 .025 .000
9 .463 .471 .250 .625 .263
11 .446 .353 .375 .250 .316
12 .354 .412 .168 .350 .115
13 .463 .471 .500 .425 .368
14 .734 .882 .750 .700 .597
15 .263 •353 .437 .250 .105
16 .207 .118 .313 .250 .211
18 .099 .063 .067 .225 1268
19 .202 .294 .188 .100 .263
20 .290 .294 .250 .200 .211
21 .352 .412 .375 .475 .368
22 .369 .176 .312 .350 .526
23 .461 .647 .437 .450 .474
MN Or III Mb
Significantly different from the control group mean at 24.05














Distribution of Over and Underestimators
Eased on Accuracy of IQ Score Prediction
0 0 0
1-2 3-4 5-6 7-8 9-10 11-12 13-14 15-16 17-38 19 -2 0 20+
Number of IQ Points Difference
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